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++ + INTRODUCTION

Bilingual Education programs, directed to linguistcically and
culturally different children, have been implemented through Title VIT,
of the Elementary and Secondary Education Act of 1865 for the last ten
yearg.’ With the advent of these pregrams, the teaching nf initial read~-
ing in the pupil’s native.language or in his second languege has become
an area of concern. In addition to reading instruction in the child}s
native language, there a;e many native English speaking teachers who
are responsible for providing the bilinéual child (at all levels of
English language ﬁroficiency) with his initial reading instruction.
Classroom reszarch in the area of first and sqcond language is now ﬁeing
conducted. This paper addresses these issues through a small investi-

gation of classroom teachers teaching initial reading to three groups of

children.

| The initial purpose oﬁ this paper was to investigate the guestioning
strategies of teachers currently engaged in thé reading instruction of:
. Anglo children learning to read in English and Spanish speaking children
'learning to read'both in Spanish and in English. Could question strate=-
gles be categOFized into styles and types and were there generalizations

of style and type that could be iflentified for each of the three diffarent
'groups?

| A second purpose was to discover if tes 6;5' gquestioning étrategies
differed for those children who were learning to read in English as their
second language?l ‘as it a) the reading group; b) the reacher's personai
style; or c¢) the language ability of rthe student; that determined :He
questioning strategies? . )

A third and ultimately more important purpose was to develop a coding

* system in order to attempt to answer the above questions. Thus, the
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- major objective of the paper was to develop a reliable coding system

. in crder to classify the questioning strategies of teachers within the
N b
three groups.
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REVIEW-OF LITERATURE

Teacher guestioning behavior has beéen one of the mor . used

L
ﬂ}

. topics in classroom rasearch because it is an easy hehavio: _ -3
- and code reliably. Many studies categorize questions into ty: o
kind of hierarshy; other studies involve the coding of tez ner E
into typas which ara than related to pupil eohievement. It is t7 .
that divergent and complax questions are better than fact ques .ons,
but MANY studies conclude that measures of type or.iebel of questions do not
neoessarily corralate with learning gains. (bunkin & Biddle, 19747 Rosenshine
& Furst, 1973)., Some rasults have suggested that low-level questions were
preferable to more abstract questions {Stallings & Kaskowitz, 1974; Soar,

L3

1873). These latter studies were conducted with 1ow Social Economic Status
(SES) children at the primary level where schooling concentrates on the
‘magtery of oartaiﬂ basic gkills of reading-ans mathematics. The present
study is involvaed with this kind of population therefore, these findings
T
) more appropriately fit the current study.

Instead of type or level of qﬁestions, several stusies discuss the
frequency of thes quest;ons and its relation to 1earn1ng (Brophy & Evertson,
1978, Stallinqs & Kaskowitz, 1974; Soar, 1973) Good I;Q?a) suggests two-
reasons for this relationshlp., Teachers who are observed as. usiog a hioo
rate of academic questions are the more organlzed and spend mos: of their |
time on well-planned activites as opposed to the dlsorganlzed teacher who .
spepds moeh of his/her tima attemptlng to manage the class. Also, it may
mean that thara are othar activities that ;nvolbe student initiative where
he/she'oQS'an dpportunity to express himself orally or io writing. 'In the

| currant study, ohly reading groups were obserred, which are already identi-

fiad as. a spacific purpose group; therefore, a concentrated number of ques-—
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" tions would be asked.

The questioning technique is not based on research as much as it is

on 1;§ical analysgs-of the questicn related-to the goal (épod, 1878). A
complete definitioh of ; "good" question depends .on conteii, In the current
study, context is defined as whatever the videotaped teacher perceived as
readinrg, which included either: +he teaching of‘specific reading gkills or
the‘gral reading of a story with follow up discussion of t#ég story. Grossier,
(1964} lists a criterion for good questions: 1} clear specific=-=-only ocne
quastion at a time because teachers tend to ask several question; gttempting
to clarify_gs théy g. along; . 2) purposeful--the idéal ;s_to Plan in advancg

so that the questions lead somawhere specific as opposed t. "off the cuff"

type; 3) brief--particularly for younyer and lower achievipg children who

- ,cannot retain long pieces of information: 4) natural and Simpl: language~-

appropriate for ;ée gnd achieyemenﬁ level,

Good questioning proceduxe described by Grossier includes concepts
such as: planned sequeﬁtial-time shauld be given for the student #o think
about the answer, and that uéually, the questions should not be reﬁéaied.
Also, the practice of al#erna;iné béﬁwéen facfual‘an& implied questions is
not necessariiy appropriate for low SES primary aged childreﬁ, the popul#tion
of the current‘study.' Good (lQ?é) stated "Factual questions are impoXtant
espécially:fof young students who léarn ﬁeét if matgriéi is highly s;ruﬁtured.
Many of the questions asked-in elementary school cl;ésﬁooms“shoulq be factual
éype questions." Fp.36?) '

Research connecting.teachiﬁé vafi;bles to stuient effect,‘for egampie;

achievement or affective growth, has been discussed since 1940; however, the

"modern era" began with Flanders in 1957 (Borich; 19?5]. Flanders developed

’ a'system called "Interaction Analysis"™ that led to thé dévelopment of many

6
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- observation instruments with varying degrees of complexity, Some ¢f the

major categories observed ware: teaching structuring procudures. teacher
- .

guestions, teacher responses, warmth ana criticism, ,

Most of these observation instruments have been used to describe
teaching in terms of frequencies and percéntages'oflspecific gvents ¢
behaviors: In terms of corelat;ona; and experimental studies that have tried
to determine a relacionship batwge; classroom nvent? ané pupil ocutcomes,

K there have been .relatively few studies. If one looks.for a specific teaching
behavior such as qugstioning, the number of studies_is fewer, 'Fiﬁally; the
specific interest of this writer, that of, teachers' usé of questions in a
small group reading.session with first and third grade children, }ncludiﬁg the
bilingual who ig le;rning to rgad in English, has not been found to date.

Three studies in part;cular invclve ;hemsalves with primary érade
reading and mathematics for children from low SES background (Scar, 1a73; -

+ . Stallings & %éskbwitz, 1§74: Bréphx & Evertson, 1974}, some of the geacher
variables stédied ware: 1) -the amount of time spant Qirectly én instruction,
2) the kinds bf“queStians used by the teacher, and 3) adﬁlt feeﬁback of both
praise and criticism. BAll of these studias Eqund thaF‘theia ware soma con~-
sistent aiements of smal%_sﬁort-step instructional periods directly undar the
control of the tead1e¥: 1). quéstions are ~arrow, direct, and structufed to

*

obtain & high percuntage of. correct answars: 2) teacher provided immediate

-

feedback of praise; 3) little oral discussion of answers occurs; 4) corract

answers are followed by another question and incorrect answers are followad

byhthe teacher giving the answer. . .
- ' ' :
Ona of the most extensive teacher effectiveness studies conductad was

(o :
the Texas Teacher Effactiveness Project“{Brophy & Evartson. 1974 as reported

in Borich, 1977): A two-year study was conducted to discover the character-

"istics assoviated with success in'lgafning gains. The second and third

o e . -
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. Yyrade teachers were carafully selected over a two=year period in order to
identify thosefféacha‘s who proved to be consistent in proflucing high learn-
ing geins for their students. Data ware separat;d by SES level which indicated
‘that different teaching.behaviors may be affective for different SES levels.,
The major findings wera thac the majorfty o? the te&acher characteristi;s were
not, s;gnificant;y ;elated to student learning gains. It was the authors'
belief (as reported in Borich, 1977, p. 84) that "teaching jis an orchestration
of‘large numbers of different behaviors. Thers are nho magical“keys to 5uccesa-
ful teaching." However, thosa variables that ware found to be relational ware:
1)} reward and punishmenE; 2) feedback within the group lessons {(reading as
‘an example); 3) the importance of gaining the.scudents' attention before the
* lesson began; 4) g;ving the Stuﬁents an opportunity to practice what they
, »
. were leaarnings—- Cpecifically within tha low SES reading groups, word attack
cluas weée importapt and the behavior of sticking with the game child to
'elicit an answer were both significant. |
A study {(Mahaffey, et.al, 1975) that examinad teacher effectiveness
in both highgahd:low SES cﬁ;;srooms {including raading groups) fo;nd effectiva
teacher behaviors were dif -.ent for each group. Teacher faedback, process
quest¢on$ (those- that requ;re more thén & factual rééponse} and product ques-
o tiéns {those that require a factpal response) wera séecific behaviors examined.
l'feacher effectiveneés was‘determinéﬁ by pupil residual student Gain scores
on spéc#fié tgsts of ;he Met:?politan_gchievgment Test Battery. The specific

area of interest for the present investigation involved tha Question stxatagies

of teachers. It was' suggested that in the early grade levals, a distinction

should be magde hetween “absolits factual questions®, for example, "What's the

man's name?", and. factual question§ which can be figured out with some hglp

. i

F -

or there is mora than one right answer, for example, "Give me a word that
. : . ) 3
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' beginsg with 'sl'". It was noted that Process questions were not used much
at the primary age leval. This observation concurs with BrophyY and Evertson's
study (1974) that narrow direct questions have more positive effects on low
ISES chiidren.

A recent teacher effectiveness study (Ramirez, 1978} identified and
isolated certain teacher cognitive behaviors demonftrated during the teech-
ing of Spanish ro Spanish speaking children heqﬁ’in the United States. Effec-
tiveness was determined by reading gains on the Inter American Series Tast,
The teachers who volunteered were picked at random and were given specific
reading l&ssons to teach in two twentY minute periods. fThe reading groups
consisted of Spanish speakiné children between the agas of six and twelve
who ware learning to read in Spenrsh. Some of the observable cognitive
behaviors reported ware:. modeling, questioning (related or unralated to

b

text), reading suberiils {decoding, vocabulary and grammar), éorrecting-;nd
rainforcemant. Two of the behaviors that proved to be positively related to
student reading gains in Spanish were: 1} the focus on decoeing skills, and
2) asking the student to read sentences out loud. Negative bahaviors found
wera: ‘1) the use of detailed questioning of text material, ahd 2) asking
students to read entire paregraphe at a time without any break for specrfic'
Questiohs or explanation or correttion of oral reading miscuas.

At present this investigator has not found any research that deals

specifically w;th the identification or the comparzsone of teacher questioning

strategies among the three teachar groups within this investigation.



children as they read orallé. :,1-

- naires wh;ch were uysed in the larger study.

' EXPLANATION OF THIS INVESTIGATOR'S ROLE IN THE LARGER STUDY

The larger study
The present study (Rodriguez-Brown, in progress) with which this

invastigater is involvgd, attempts to find the effact of different lan-
guage approaches (native language, second ianguage, or both languagas

concurrently) in beginnin% reading instruction. The study includes

_three parts: Part I looks at the reading achievement of the students

across the three different groups along with a group of Anglo children
who are at the same . grade luvel; Ppart II.lookS'at the teachar gQuestion-~
ings answering and corxecting straéegies‘yitqin'a group reading session;

Part III evaluates the reading miécues{produced by bilingual vs. Anglo

H '

-

-

The investn.gator'e spaciflc role of study was to assist with the
V1deotaplng of the group reading and the 1nd1vidua1 students' oral read-
ing sassiens., I also%admlnistered the majority of the posttesting which
conqiséed of séhegulinq,'monitorihg, and then hand scoring the‘tgstslfor
382'chilérenr ' Redding tes£ data was collected by_usiﬁg ;he‘T.sts of Read-
ih? froﬁ'G;idanc;'Testing Agsociates. It was this-investigatof‘s respon-
sibility to develop‘coding gystems for both th; indiv{dugl and the group
readlng sessions, thesa coding systems were @ be ysed in conjunctlon wlth '

N
the p:e and posttest data as well as with tha parent and teachar guasticn-

,Teacher’s

-

Part Il is the specific study which this paper addresses. Th?

entire project inwolved eighteen teachers of whom sixteen agreed to be
| e -

‘ Gideo—tapgd as'each,tauéht har regular reading groups. Thera wére é

Anglo teachers (those who taught Anglo children); and 10 bllmngual taachers

(those who taught in aither Spanish or Enqllsh to bllingual children) Five

»
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' of the bilingual ;eaéh;rs ﬁéfa native speakaers of Spanish; five were na-

tive English speakers.

In first grade, three Anglo and three bilingual te;chers ;ere
videcotapad. ©One of the Anglo teachers also taught a group of bilingual
children whose English proficiency level was highrenough according to
the Functional Language Survey, to receive readin§ instruction in English.-
Tha FLS is an instrument developed by the Chicago Board of Education to
det;:mine the language proficiency of limited English speakin; children.

In the third grade, three Anglo teachers and five bilingual teachers'
were'vidéctaped. Two bilingual taachers gave reading insatruction in
English; the éther three instructed in Spanish. TheSpanish teachaers
were tapad with only ona group so no‘comparisons of style according to

¥

languaga éréaé could be made.
* All of éhe teachers were.female and ranged in teaching exp;rienua’

at this level from one to nine years, All‘sehopls within the two school

districts"ﬁéra racially integratedland receivaed Title I funding.

Videotape procedure \

For tha videotaping, the teachers weré asked to ﬁrocede with.theif
regular reading Program; consequently, the video sample# wera varied in
their contents. Each te?cher was recorded with one, two, or three of her -
reading groups for an average of twanty minutes per session. The collec-
tion of Jata through use of videcotape was found not to be distracting to -
the young studénts.. The eguipment was'set ﬁp in an obscure part of the
classroﬁm which allowed the regular routine to continue unobstructed.

Most of the teachers (particularly first grade) had prepared’their childraen
, ,

for the videotaping apd after the initial curiosity they setted down and

continued their lessons‘hs'usual."The originil study planned for three

-

A H
vidao samples for each teacher; but inclament weathar and teachar reluc~
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. tance to be interrupted five times (including pre and post ctesting) pre-
. 1 ’ -
cluded this, and only one-visit pef teacher was conducted.

Specif:: gy-:stions asked by .rhis jnvestigator o .

The original study was concerned.with not only teacher question-

ing, but 2lso student answerlng and the Subsequent covreccing strategles

of the’ teachet. As the teacher tapes were examined, it was thought
that the- codlng procedure would be'too complex for this partlcular sStudy,
thererqre 1£ was decided to examine in detall only the gquestioning stra-
regies of the :eacher and students. respdnses to these questions.
N
There are many ways in which to ask questlons, dependlng on the
students, the subJect matter or the purpose of a group sess1on: Perhaps -

.spec1f1c questlon types are moke approprlate or more often used by

teachers of cne grcuPs than another.- Because the_vldeo.samples included

£
A

‘three different student p0pulatlons “there was'an'fncreasing‘iﬁterest by

1

the 1nvestlga:or to examlne the klnds of qgestions and questlonlng strategles

used by these three different groups of ‘teachers.’ D1d each group of
teachers (monollngual Spanlsh/Engllsh or- blllngual‘Engllsh) exhlblt
dlfferent straCegies°- Did blllngual teechers use d1£ferent strategies when

" they taught-bilingUal or monolrngual chi}dren?' One Anglo teacher was

tepeqiwith both Anglo and bilingual (English) groups s0 this jquestion could -
be  examined at least at a’'superficial level. Was it the context of the
! . . - - P . ¢ -

- . reading lesson that determined :he questioning strategies or was it the
. . ) .

teacher's own personal style that determlﬂed the kind of questlon StraLLBiES

L]

' she used9 “In order’ to attempt to answer these questions concerning

) . . . : ;o Lo .
questioning strategies, a coding system had to be devised.. - .

ERIC .
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'DEVELOPMENT OF CODING SYSTEM -

11

.y

Raview af-litaratural

" An obsarvation scale can he considarfﬁ 4% a continuum ranging
from a detailed oLjectiva ;bservatioh to tha opposite axtreme in which
the obsarvation is baécd on highly subjectiva inferences. These poles
are oalled low and high inference (Brophy & Evertson, 1974) . low -
infcrence involves coding of specific jtangible ocbservable behaviors, .
for examplﬁf teacher asking a specific question to a spaéific student
and raceiving a specific answer. Tht coded behaviors are cbvious and
raquira littla or no inferange which can lead to observer lgraaﬁent.
High inference coding. for example, affection, wAymth, and orginizatioﬁ

is more &Hukisctive .and requires more inferential decisions by the coder. .

. . ,
The coder needs to conclude from.overt behavior 'what kind of general

+

+
N

comment to makc'about a teacher's actions.l Beéausé this measure is highly

subjectivc; coday reliability is more difficult to achieve. A combi~

nation of both high and low infarence coding is the most desirable.
Determinltion of cAtagorieg and format
Fi;sgﬁofiall, it is important to note that this was the investi-
gatogis first attgﬁpt to devclop A coding system. ' Many problams arosas
from this initial experienca. An qttempt to code 2 ralatively high numbar
of strategies led to logisticll di!!iculties whan recording much data on

]

one coding gheat. The purpose of using one’ coding sheet was tO minimize

- the number of times the coder had to virw the videotapes. In contrast,

‘all of the coding systems raviewad for the study utilized & check list

form as opposad to recording tallies cpposite, tha transcription of tha

quastion and/or response. .

s
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" The ooding gystem developed for this-study Qee adapted from those ,
of Brophy & Good, (1974); Ramirez,{1978), and Guetek,(196?). The obaser-
vational system is a low inference type bacause of its facility for
Fod;r‘reliability and beacausa of.thelepeoirio nature of teacher question-
ing investigeted. Also, elchlteeoher in the study was"videotaped oniy
once which made it prohiﬁitive to dete:mine high inference information.

All of the tapsz wera viewed by thie investigator at least once
bafora en-ettempt was mada to develop a coding eyetem. Becauss of tha
diversity of activity within the context oflgroup reeding,'gome‘general-

o

izetiona needed to ba made. ' All of the teachers asked many questions
i

ragardless o! the epeoi!io context of the 1eseon. In order to cbhsarve

. and describe & number of specific questioning stretegiee of teachers, .

a eerieemofhoetegories wle=deve1oped to find: 1) what types of quastions

did teachers ask; 2) whet.wee their style of questioning, for exanple,

did they call on volunteers or Specific etudenis?,.did”they stay with one

4

student to elicit a correct answex?, and did they ask more. than one

1

question beforesthe gtudent hed“e ohanoe to respond?; 3} what did the

¢

teacher do when the student|did not answer tha question? ,

Egglanation of Code Categories .

The initial coding eystem inoluded’nine categories (saa Dascrip=-

tive Qutline of Coding Instructions, Appendix A aight of which pertein-

¢

. ad to teeohers'queetioning gtratagies and one oetdgory looked at 'student
I L s ' . n

responses. The categories are repred@htedﬂon'the Coding Evaluation Sheet

-(eee Appendix B for sample) as Columns 1-9;) An explanation of each

‘Column follows. a - - o 3

] .'g )
Column 1 (TAPE LOCATION) was -usad to mark the tape for aach trana-

+

oriLed queztion; this was done to'feoilitete the Procadure of raturning to

a apecific portion of the tape if necessary.

oo 14 o o
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'ona answer is accaptablc. Q-3, Yes/No or Two Choice, which requircs

13

Fl

a

Column 2 (DIRECTION OFGUESTION) has ‘4 sub categoriss which ware
codad ag: D=1, Teacher names student befora asking quastion; D=-2,
Taadcher asks quastion and accapts anaw?r from anyonat D=3, Teacher asks :
question and calls on volunteer; D=4, Teacher asks question and calls
on spacific studant. ol : | ! | : ' ]

| Column 3 (TYPE OF QUESTfONJ included 8 sub categories. Q-1,
Absolute Factual nhichﬂrequires a specific and exact answar £rom studmnt.

L

Q=2, Factual whiuh requirqs gsome figuring out by studcnt and more tnnn

student to make a choice batwaen only tWwo rasponses. Q-4, Parsonal with
Tnxt, requires some elaboration of personal axperience or raquiral student
to Put himsalf in place of story character. (-5, Related to; Instruction
but not Cbnncctad with Taxt. It was found that teachers ask mnny quas=
tions connacted with instructional matcrial but answers d¢ not chuira i

factual type response; therafore this category was included. Scme’axafiples

are "what words will you practice over the weekend?"; "Would you like to

_ take your book home this evening?’, etc. Q-6, ﬂon-Acaﬂcmic, question has. .

nothing to do with ingtructional material and is usuaily of a procedural

or disciplinary nature. Q=7 Evaluaéion which-raquircs inferences to bhe

[

made. This is a more sophistioated type qucation than that of Q-2 and ‘

Evaluation is not uSad as often it tha primary 1cval. Q—B Unintellig;blc

Iwas usaed if the codar could not datarmine the type of question becausc

of audio problems with the videotApe.. | . - .

)

‘Column 4 (CONTENT OF QUESTION) has 3 sub categories of; A= Dacoding

v

Skills; Be=Story Detail; C-Story CQmprahansion. This catagory was uged in

conjunction with Column 3 to determine how many of the quastions ware

diréctly ralated to reading instruction, per sa.

N\. ‘ ) . . . s [
- 15 -



Folm 5 'I;EACH’ER REPEATS OR REPHRASES QUEéTiON BEFORE CALLING
ON STUDENT, | S e
Column 6 TEACHER ASKS 2 OR' MORE MFFE#ENT QUESTIONS BEFORE CALLING
ON STUDENT. ‘ y |

Colunn 7 TEACHER STAYS WITH SAME STUDENT TO ELICI® RESPONSE. '

Colﬁmn 8 STUDENT RESPONSE included 4 sub'categories: correct'er:
Plftiﬁlly correct anawcr: incorrect answer; no response; reads aloud
which was used in conjunctlon with oral reading: actzv:tzes and a sub
rategory that identifies when student B" answers questlon that was direc-’
tad to gtudent "A" - o

Column 9 (TEACHER-CORRECTIONSf included 4 sub'categories: 1-pro=

Bl

nunciation; 2- grammar; 3-miscue during oral reading; 4~supplies correct

angwer for the student. This category was'included primerily for the
bilingual taacher who taught English read;ng. How often and under what
'circumatances (ie. in the middle or the end of a readzng passaqe, as

studant is attampting to answar a questlon} does the teacher correct the

student?

Intarcoder raliability check

After the initial ceding system yas deveioped,lz raters;(l preé
fessor of reading and this investigator} went through a training gg;;ad
in’ordar to become familiar with “the coding systemy The viéeotape for

one teacher was used for this treining. At that time gquestions and
intarpretations of speciflc categorles were discussed and resclved.. °
Following tha training session, each rater 1ndependently coded readlng
groups of ﬂour different teachers.» See appendix B for sample of coding sheet,i
' The taaehars'IQueétions had already been transcribed by,thﬁs:investigator .

80 the raters ware able tQ concenErate on the coding itself: this assured

o 18
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‘' " that the raters ware using the same data. A similar process occurred with
thé Spanish teachers' tapes, Twe university professors', both native
speakers of Spanish, were the coders for th.seltapes. Table one shows the
intErc§d€r reliabil;ty-betqeen the two raters for the questioning strata-
g;es and the student responﬁe category for bogh the English and Spanish

- tapes. Tha Pearson correlation coafficient formula was used to calculate

the intarcoder raliability for each of the categories. .




TABLE I

‘Intarcoder Reliability

Teacher Questioning and Student Response Code during group reading.

Direstion of Question . Cede  Intarcoder
. : Agreement

(Pearson 'r}

. ‘ o . _ . English Reading Sbanish Raqdiﬁg-'

T names S before asking ? - _ -1 .993 . .822
T asksl? agcepts éﬁfwﬁfs-ffom anyone . D-? .995 - ;983

T asks\§ calls on-vg;ggteer\‘ - - D-3 .93) | **
? ésks ? calls on‘épecific student‘ D=4 ,996 " .367
Type of Quastiqﬁ : ‘

. B  , . | ' . |
Absolute Factual - 0-1 798 . -~ .997
Factual . L , Q-2 .9;1- .992

’ Yes/No; tholce - _ g3 637 ' .648
Personéi_with Pext . __Qj4\- e i e
Relatad to Ingtruction but not t$ text Q-5 - ,678 ) := *
ZNoﬁ?hﬁgﬂemic- e Q-6 T x| e
Evaluation : L e Qa7 o W ' " wn
Unintelligible B ] -8 *» | e |
-Content of Question - - -
Decoding Skills L e ' _A o Rl
Story Detail * o Blg R *a -
Story Comprehensio; i . ‘C-~: L E *

,'Tgacher Repaaéing or Rapﬁfasiné Quest}on'sefore Studant Answsrs_
Total -  C Cers 914 . .35
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o, ' : . o : Code .Intercoaef.
. Agreement
{Pearson r)

[}

English Reading Spanish Reading

Teachear Asks‘Z or More Diffarent Questiqhs Befora Student has Chanée to Answer .

.- , i '. - . '- | ‘ : " -
Total Col & il ¥ : ekl

e

£

Teacher Stays with Same Student to Ask More than 1 Question

LY

Total - . _ Col 7 * 996 -

. Student Response ’ ‘ .

] ' } _ -
Correct ° . . - 3R+ L 927 . - 967
——— - - — ey — . N N
Incorrent . - _ ' SR~ . 681 992
No. Response 3 . " sRO .767 .. 944
2 T . I i .t '

" ‘Teacher Corrections K - ™ TS o
Pronunciation : -1 . - : " oaw
Srammar ' 2 . xW T
Migcue in Oral Reading ' 3 xx " -

1§ Correct Answer - 4 k% - L
S
*-Not included in the subseguent analysis beacause of its very low reliability

.* { ** Prequenéy of behavior was too-infrequent. -
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1 © Results of intercoder reliability check

LY

- I - - Table 1 shows the results of the intercoder rellablllty check
| ;The results wlll be glVen for'both the Engllah ‘and the Spanish sample
The terms Column and Category were used interchangeahly. Some dlffer-"
ences in ihe degree of reliablllty for each sample were found and they
will be ment 1oned at the appropriate tame Of_tne originalrnine
general'categorles only 1 total category in English,rDIRECTION_OF QUES~
* TION, had“a-high reliabifity'{r=‘.931 to r= .996) One sub category,
p-3 did not ocecur in the Spanish data accordlng to the Spanish coders.
Withln category 3, TYPE OF QUESTION four sub Categories Absolute ‘
-Factual Q-1; Factual Q-2; Yes/No Q-3; and Related to Instruction but

4

" nét to Text Q-5; proved to be reliable for both Engllsh and Spanlsh -with
" ¥ . 1

the exception of the last sub category wh1ch~did not Prove reliable for
xthe Spanish sample. \
Column 4, CONTENT .OF QUESTION, had a low degree of reliablllty
' whlch will be explalned below ”ﬁa;
. Column 5 TEACHER REPEATING QUESTION BEFORE STUDENT ANSWERS, showed
a high- rellabillty (r- .914) for the Engllsh sample but not ehough data
_-appeared in the. Spanish sample to calculate the- rellability.v - -
Column 6, TEACHER ASKS 2 OR MORE DIFFERENT QUESTIONS BEFORE STUDENT
. HAS CHANCE TO ANSWER, aid. not occur within any of the teacher groups.
Column 7, ‘I‘EACH.BR STAYS WITH SAME STUDENT TO ASK MORE THAN ONE
i . QUESTION TO ELICIT RESPONSE, did not- show a high rellablllty with the .
--English sample but the-reliability proved to be high for the Spanish
sample (r- 996)I | - -

Columm 8, STUDENT RESPONSE, proved to be rellable for both English

and Spanlsh in the first 3 sub categories of._ Correct, Incor*ect and-
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: "k .No Response. The reme;nlng 2 sub cetegories of: li‘student'B answers.
1for Student ‘A and 2) Unlntelllg;ble did not appear enough times to be.
" included in the analysis. ‘
'éolumn 9, TEACHER CORRECTIONS, cou}d not be checked for reliebir
® lity because ef_insdfficient-detalin bouh Englisp and spanish,
Discussion . | , - B
The.discussion will center en the English reliability chéck, becausa
of the dlrect tholvement of the 1nvestlgator in the task. The data
analysls for the sPaanh sample was completed by two nativa 5panish
speakess (both un;versity‘professorsl wnfle the reliability coefficients
" were calculated by this inveseiQefo:. Further digcussion with these.
8panish raters was not péssible'due Eo time constraints. ‘

—— R - Il

_The following are comments which can be made about the results
shown above (see Table 1). . / ” |
L The.high‘reliability shown by cetegoriasz DIRECTION Oé QUESTION,
= And TYPE OF. QUESTION and STUDENT RESPONSE may have ccourraed because all

A . of these stretegies are v;s;ble and ob)ective in nature. Tha dif!erance -

il

in rellablllty between Q—l Absolute Fectual (r-  798) and Q-2 Factual

* {re= .931) may not be necessary. The Lower. reliability for Q-I“may have
occurred because one _coder des:.gnated as Q-l, only& those questj.ons that
reguired an exect one or two word answer while tha other coder did not

make such a fine_distinction.' As a result, a mora detailad explanation

of eech sub cetegory has been written in the Einal coding form so that

II, *

for future use only these questlons thet require one or two word answers

would be coded as Q-1 (see Appendix A for Dascriptive Outline of Coding

A el
Instructionsb
4

" The Q-3 Yes/No type did not- show a high reliability (z= 6371




T

:

e because one rqter coded many Qr5 Related to’ Instruotlon but not to o,

* -

Text "into- the Q-3 category. L An explanation with specafic examples from
_ the transcriptlon wds then 1ncluded under ‘this sub Category. The- Yes/

o " No sub category presented coding problems because the teacner often

+
L]

Vi
s asked a question that rsquired yes or no for an answer but the real |

- - »

intent of the queatlon was -to EIiCIt specifiec 1nformatlon.'-An example
of this is.'“Can you "find the answer on thls\bage?“ Often, the student d

would. respond with a yes or no whkich then requlred the teacher to’ asﬁ '

4 ' "Where?" This type.of Question should be coded under Q—l because the .

1

answer requires a spacific reply. "In terms of teacher qyestioning stra-

k]  t

v tegy, the Yes/No type may not be the most productive because when the

?tudent rgaponds in kind, the teacher must follow up wath another ques-

= T % 1 ER

. tion . .‘ Ce -

within the STUDENT RESPONSE Column the sub category of Incorrect

was not as high for English (r= .68l) ‘as for Spanish- (r= .992) because

it was not made clear to the English raters ‘how to code a student rg

4

self cbrrected response. Some of the responses were coded as correct
others were coded as incorrect or both, "An explanatlon oflthis was added
to the coding instructlon sheet, An_lncorrect answer that is self
correctad by the studOnt will be ceded as correct, The No ResEonse sub

category may have been difflcult to code because of the subjectlvlty in

-+

determining when enough time had lapsed 'to. code its as No Response. THis
sub category was sometimes used in addition to Column 5, TEACHER REPEATS S

OR REPHRASES QUESTTON BEFORE STUDENT RESPONSES. A comment about this-
- was included in the‘coding sheet; if the teacher“repeats the same question.
< - . LOn-

than do not“record*a'b in the No Response Column, but-pnt'a check in

Column 5.
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S Category 4, CONTENT OF QUESTION, showad to ba too unreliable fo

be” included in the coding systeam. Thers may ba some reascns f%rrthia

-
§

- result. During the training session, no agreement could be reached on
the perceaption of what reading'is. Thuﬁ, no working definitions of the

Ub catagoriaes: A-Decoding Skills; B-story*nethilg C=Story Comprahan=-

e . sion were written. "The original purpose of .this category was to inves-.

tigate how many of the teachers' quastioné ware, iﬁ fact, directly re-
latad to the reading process aither in the form of dacoding skills or

spoiy'roiatad discussion. If this coding system were used spacifiocally

. , . .
' ., for a reading study, this category should be clearly defined before any.

- h '

coding iz dena,

o, Catagory .7, TEACHER STAYS WITH ONE STUDENT T0 ELICIT RESPONSE,
. , 1$ckad'a‘hiqh raliabilicy baeause of a procedural difference during the

coding. One éodardmarkid this column orly at tha beginning of a .erios

of ques;ions directed at one student, while the o:har codar chacked CQlumn

7 ﬁor each questicn the tdachar asked. This led to a much highcr number

s *
. L] "
. R

of bccurgnceé“for the latter coder. To avoid p:bblaﬁs-in the: future with
this particular ¢ategory, Column 7 should be chacked each time the teacher

o ' asks a quastion, even if thare are as many a3 seven queétions in a row

»

that are addressed tq tha same student. Tha Spanish codears who had bana-

A Cfit of the .above information attained a raliability coafficient of

»

t- 996 for this catagory , iy . -

[ R . .

3 i Some changes were made with the original coding sheet as a raault

L

.of the reliability check; &lso, for future studies more changes can bo
: : mada. Thiaalwill be discussed below. o BT

. ; As a rasult of thQ'reliability chack, some categorics wara elimi~
;I'natad or it was suggested that they ;; aliminated. ‘Column 6, TEACHER

W ASKS 2 OR MORE QUESTIONS BEFORE STUDENT ANSWERS, did not occur except

.4




. T, . . - : ' - L
', . ' . ' - f .
occaslonaly Wlth ona: Spigish teaoher, acco:ding ro Grossier (1964), thig

'is not good guestiching ocedure and it appeared that most teachers did

not use thig strataegy. T V ‘q ;
A . . : :

Within the STUDENT RESPONSE Column the last 2 sub categories of:

;)-Sﬁodent B answers for Student i.and 2) ohintelligibla were neavar used
so these sub categories may bh.eliminated from‘the'coding sheet.,-

" The last general category ongEACHER CORRECTIONS was not accounted

for exoept in fhe 4th sub catagory,Suppiies Corracg Ansvwer. In a ptudﬁ-f
" which emphasized tsacher responses, this . category would be very necessary.
1 LN
Also, if all teaohers l?/the study vare coded IB they oonduoted similar

types of readzng groups, for. example, oral reading, tﬁis category mlght

pOSSlbly be more used than it was during ‘this invest;gation Tha na:or interest

. L]

and purpose hete was to 1nvestigate tedbhers' questloning strategiek and this .

f#nal category was included out of oersonal 1ntsrest but teacher correctionl

LI -

T

was not directly pertinent to the present lnvestigatlon. . : o o T
\ ‘"Tha final verllon of the coding instruction sheet apoears in the
¢ = C e

. agpandix {see appendix a). It was hooed that the foregoing correct;ons

and changes-wodld iﬁprové‘ﬁhe'rellability of thelcod;ng system for future B
; . o . ‘ s .

3

| use, . o o

Y
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. ‘L ‘ _ .7 ThBIE 2
' * OF EACH CATEGORY USED BY INDIVIDUAL TEACUER (FTRST GRADE) “n ' s
. o . .. Col el SR SR SR SR 1C
QUES*- D=1 D-2 D=3 D-4 Q=1 0=2 =3 Q=4 0-5 0-7 & 5 * 4 = 0 ‘aa* ] 2 3 . 4
T 1001 64 10. 10 .09 38 26 08 ‘o4 14 03 18 07 77 N _,1'2;,-1‘?“\ 1 == -= == " 100
' " - e
(E} ' | o . ' 1 :
blllagual 45 53 o1 01 26 72 17 07 - 05 - ‘08 07 M0 61 14 25 .8 = - - 100|
Anglo - . i . , .
T, ' B R ‘ e,
(B} 130 25 s8 .13 04 31 16 03 02 15 02 01 == 130 65 04 -30 3 <= == e . 100
bilingual | ‘ : '
1" &ngle ' N , !
: : - : , —_
Ty 100137 37 33 16 38 37 16 01 08 ~- 02 & 97 78 09 12 1 == = t- 100 !
49 20 12 5% 10 22 65 06 (2 04 == 02 ~= 48 92~ 06%0F 1 = <= - 100
Anglo 47 28 34 28 09 32 43 15 -- 09 02 06 == 44 75 14 1) 2 == -- =« 100}’
T, 65 63 28 03 06 77 03 09 ~- 11 - 8 -- 51 65 12 22 7 14 ~~ == 86
J ' I I . t . ’ Yo .
Banglo 78 47 47 02 o4 21 49 28 -- 03 - 13 01 64 83 03 13 5 25 - -~ 80

T¢ 123 3% B 25 09 373 M 19 ~- -- 06 02 1S 8 08 1l 4 -- -- 0 50

Anglo . 47 66 20 == 16 32 M 0 - -2 == ‘06 ‘02 44 0 == 25 § = -- 83 17
T 18 83 17 ,-- -- 8 17 =~ -~ -- - 06 .22 .15 8 06 06 o~ <= - == - |"
"Spanish .
Anglo ” '
Ty - S . : . .\ .
' 84 44 86 = -= '87 17 26 == .- == - 06 9.8 11 05 7 M - -- B
Spanish , : . . . - S o
Latino . - ' . ) a
- - - - Y
*Totals appear as mmbaré ) o .
* Humber per group . : C e L ' ' .
** Nunber §R o s . | ‘ .
4% funber TC L : i .‘
A1 other numbers are represented in % o L ' . . ' . .

~= Refers to no incidents of this category S

[N et .o g ' - - - i - . . ' . LT R




% OF EACH CATEGORY USED BY INDIVIDUAL TEACIIER

TABLE

(THIRD GRADE)

ol col SR SR SR SR TC
QUES* D-1 D=2 D-3 D-4 Q-1 Q-2 Q-3 Q-4 0-5 0-7 5 ~ LA R DL LLENS SR R q
Ty 103 23 46 24 07 50 30 09 04 o6 O1L 08 ©O5 93 '@ 06 Ol 1l 09 73 - 18
(E) . -
bilinqual 68 62 -32 02 04 449 34 21 -- g2 -— 25 Q1 52 87 08 06 38 44 22 31 03
,Latino ; [ :
Tg 57 B8 07 -- 04 53 16 25 ~= == 07 123 ea 5 74 16 10 28 - - 9] 07
(E) -
bilingual "7 37 52 <« 11 67 22 11 == =« - 04 04 26 g8 08 04 T4 - 71 14
Latino
TlO 7 55 26 0% 10 77 06 15 -~ 03 -- 14 3 4 60 11 28 1" e = =~ 100
Anglo 58 72 10 03 14 87 24 Q5 =~ 0} -~ 05 - 56 B89 04 07 - == ae == —-
T 5a4. 50 24 04 22 35 30 28 ~- 06 -- 07 06. 50 78 06 16 1 -- -- - 100
109 39 59 =~ Q03 25 45 23 02 06 == 15 o B8 73 08 14 18 06 -- 39 58
Anglo 42 19 64 92 14 19 45 21 o7 0% o2 17 -- 3B g 11 -- 5 s == 40 60-
T12 M 23 24 3% l6 16 57 07 1 02 -- 15 - 63 81 08 08 = e = == -
Anglo 55 33 36 20 11 67 22 11 == - - 09 -~ 50 76 14 10 4 == == == 100
. s
T13 32 38 58 -~ 04 33 47 14 - 04 - 10 22 91 66 09 25 5 .- .- -- 100
Spanish
Latino
* Totals appear as numbers
* Number per group
** Number SR
. *** Number TC
All other numbérs are reprasented in %
=~ Refers to no incidents of this category
Al , "

p2



AN APPLICATION OF THE CODING SYSTEM 25

Results

The coding system previously described Qas used to tabulaée 7

Classi fy

general categories in order to ilsmewindy teachers’' questioning strategies
and their students' responses. Results of an application of the coding
s?stem can be found in Tables 2 and 3 which show percent of usage ;f
each category. Explan;tion of these tables follows. The categories
represent guestioning strategies used by the teachers in this study. Thg
column headings have bean previously eﬁ%lained in detail and can also be
found in Table 1 and Appendix A. As a result of the reliability check
certain cgtegoril; ;ére eliminated; theref&re they were not included
in Tables 2 and 3. The eliminated categories were as follows: (-6,
Q~8, Column 6 and Student Rasponse sub categories: A and U. Some taachers
did not” utilLize certain‘other strategies. Th;s was rapresented by the ==
sign in Tables 2 and 3. Some of the columns=%gc1uded in Tables_z and 3
ware not pro&ed raliable in‘eithef English and/or 5pani55-(Q-4, -7, Col 7 &
Teacher Corrections). However, it was felt by this investigator thgt
these particular categories and sub categories wer; important enough to
include in the discussion. The low reliability, 'in some cases, was due
to insufficientldata and on coding the remaining 9 teacher videotapes, .
these categories ware sﬁown to appear quite often,

Originally, thare were sixteen teachers who agreed to be video
taped. Unfortunately, tha videotape of one third grad.lspanish teachar
had too much classroom noise interference which made the coding prohibitive.
The remaining 2 Spanish teachers (one first grade and cne third ?radel
ware not coded for this particular investigation. These videotapes will be

examined and coded in the near future.

Teachers were represanted in three ways: 1) Tel, T-2,... which

.identified the teacheys; 2} bilingual, Anglo, or Spanish which

29 ' ..



26

'

identified the language of the reéding group; 3) Anglo or Latino which
identified the native'background of -the teacher. The double sets of

1ineslwere used to separate the 3'group§. The first grade teachers' re~
sults are represented in Table 2 and results of the third grade teachers
are shown in Tab%e 3. Totals for: Questions per reading éroup: Student
Response, and Teacher Corrections are represented in whole numbers. all

of the other numbers in Tables 2 and 3 represent a percent of usage by the

-individual teachers. The terms Column and Category are used interchange-

ably throughout this study.
Acecording to the teachers, their reading groups were determined by
the students' English language proficiency if it was a bilingual reading

éroup and by reading inventories from the reading series used, if the

group was an Anglo group. The Spapish teachers were videotaped with one

reading group each.
Queétion 1
The first guestion of the study asked if questioniﬁgrstrategies
could bé categorized into styles and types. The codiné éystem was devised
-
in an aétempt to answer this?j:The categories of Direction of Questions,

Column 5 and 7 were identified as strategies of style. These 3 categories

are involved with the way in which teachers ask questions. To whom do

- they direct their questions, do they ask more than one question'at a time

before the student has a chaﬁce to answer znd do they follow up with

the same student in order to elicit a.POsitive response from him. The
questions\themselves,-Category 3, have been sub categorized into 6 types
listed in Tables 2 and 3 as Q-1 through Q-5 and Q-7. Q-6 was eliminated
from the coding system as ?xplained in the previous section. All of the

categories developed can be considered in terms of teacher style of

30 o
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questioning or the type of question usad by the teachar.

The second part of the first question asked if any generalizations
of style and typs could be made for each of the three teacher groups.

In other words, one guestioning styla, D-3 (Teacher asks question to
volunteer) was not used at all by the 3 Spanish teachers. Aalso, one
bilingual teacher and two Anglo taachers were not coded forbthis category.
All of the othar Angle and bilingualltaachers used this strategy to some
extent. It was noted that D=3 was the least used of the 4 sub categories
of directing questions to students. :

The Spanish teachers were not coded as using the Q-4 type question
which required some slaboration of bersonal experience from the student,
The same bilingual teacher (T=~11) and twe Anglo teachers aiso did not
use this tyPe of guestion with their ra;ding groups.

Finally, the sgpanish teachers did not use the Q-7 typg of guestion
which required that the student made some inferences in order to answer

. .
the question. Among the other teachers, bilingual and Anglo, this type of
question was used in 6 of 21 reading groups.
? There was no category that showed a distinct difference betwsen
any two‘of the three groups. Most of the differences that were coded

between'any two groups occurred batwaean the Spanish group and either

of the othar two,

Question 2 !

The second question proposed in the beginning of the study asked-
if bilingual teachers used diffarent sﬁrategies for their bilinéual
children than they did for their monolingual groups. Only one samplel

(T-2 and T-5) was available in this study to attempt to answer this question,

T~2 and T-5 are in fact the same teacher with 2 different groups of children{
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one bilingual and‘two Anglo. Results of the coding (see Table 2) show
that in certain categories, different strategies are used in different
rates for each group of children. This teacher usad D=2 style of
question direction Sé% with the bilingual group and an average of 253%
with har Anglo groués. The Q=2 type of question was used an average of
16% with .the bilingual group and 35% with the Anglo groups. Q-5 type of
question was used 15% with the bilinguals and was never used with the
Anglo Sroupps.

" Finally, Q-3 type of quastion was used less (3%) with the bilingual
group thah with the Anglo groups although differences occurred between
the 2 Anglo groups, too (14% aﬂd 30%).

It should be pointed out that there was one question tyPe used
with both bilingual and “nglo groups. The Q-1 Absolute factual type was
used approximately the same amount for bilingual (31%) as for the Anglo
groups (37% and 32%).

Part 2 of the second question for the study askad if it was the
reading group context or thé teachar's individual style which would
det;rmine thé teacher’s questioning sé;ategies. If it were
style then it could be shown through application of the coding system
that ﬁhe teacher would use each category approximately the same pefc&ntage
reéggai;s;"ofnthe regdinq grdhp she was teaching. Again, therelwag only
one teacher (T-2 and.T-5) who taught both bilingual and Anglo groups.
Howevef, ali Angla and bilingual teachers vere videotaped as they taught
2 or 3 d%ffarent readiﬁg gfoups.within one language. To answer part 2

of the second question, the results of category usage by individual

teacher can be examined -(see Tables 2 and 3). -

Each teachar used the questioning strategies in different percentagas

o
o

Y
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with her different reading groups. The differences within one teacher's
use of categories ranged from a high bercentage for T=4 who showed a
difference of 56% with Q-1 type of guestion to, no difference for 3 teachers
(T-5, T~10, T-11) with Q-5 type for the first etwo teachers and Column 7
for the la;t teacher. rThe percent of usage was low (2% and 6%} for thgse
three teachers'use in general of these.stratagies.

Each bilingual and Anglo teacher who taught more than one reading

group showed differences in usage for each group she taught. The greatest

' difference for each teacher will be reported in order from the greatest

difference to the least difference. The.specific category in which the
differenca cccurred is also given (see Tahle 4).

The teacher who showed the least dlfference in strategias across
raadln; ;;;uPS was Anglo teacher T-10 who showed a comblned one hund:ed
pOlntS difference when each of the category diffarences was added togéthar.
The teacher who showed the'greatest difference of category usage with
her reading groups was Anglo teacher T-4 with one hundred seventy five-
points difference. _
| The one sample of a teacher who-taught both bilingual and Anglo
groups (T=2 and T-5) showed more differences batween her 2 Aﬁglo groups
than Between Anglo and bilingual. In D-3 style of directing questions,
the difference hetween the 2 Anglo groups was 25%; between the . bilingual
group and 1 Angio group it was 12% -

In categories D-1, p-4 and Q~4 results showed that the percent -of

use of these strategies was closer betﬁeen one of the Anglo grohps and

‘the bilingual group than it waslbetweén the 2 Anglo groups.

Discussion
Results of the coding indicate that there were more diffarences of

percent of usage within one teacher's use of categories than thare wers

33 1.

.
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TABLE 4

Greatest Difference in % of Category Usage Between Individual Teacher's
Reading Groups

Teacher ' % of Difference Category in which

i Difference Qccurred
T-4 . 56% o-1
! T-2 52% ’ D-1
T-12 49% Q-1
T-11 . 44% D2
T-1 . - 40% ’ D-4
[ T-8 39% D-1
' Te3 29% D-3
T-10 . 23% : D-1




31

_differences between teachers of different language groups. The usage
differences may have occurred for several reasons: the language background
of students; the context of the reading lesson, the reading level of
the specific reading group, or the number of students in the reading group.

Context of the reading lessons was not controlled within the study
and each:of the teachers wag asked to procode as uysual as the videotaping
took place, This resulted in a variety of contexts for‘reaQ}ng. Teachers'
reading lessons consisted of activities that ranged in content from oral
reading to learning how to leok up words in the dictionary to working with

.synonyms and antonyms. Each different context could require different
strategies, For example, questions that had to do with elaboratien of -
personal experiences or making evaluations would not occur in a decoding
skills practice lesson. |

The reading level of the group may determine usage of stracegies.
If the group is iess advanced in reading skills, the type of guestion
would be more of the Absolute Factual sub category tﬁan eicher Factual

or Evalgation. One teacher (T-4) in particular illustrated this. Although
the reading group levels were not knowﬁ by this investigator, it was _

evident that the teacher's first group was less advanced in reading than

ot
.

the second. The vocabuléry and reading material used by the teacher was
proof that there was a difference. In the first and lower group the
teacher used Q-1 Absolute Factual 77% and Q—2'Factua1 which requires the
student to figure out on his own, only 3%. With the second group the

opposite étrategy occurred. The Q-1 type was used 21% and Q-2 49%. Another
teacher (T-12) exhibitedla similar s* ateéy with her rgading groups, the

first bhe being the higher group. Q-:\was used 16% and Q-2 used 57% for
the higher group. With the lower group.:he‘tbacher used Q-1 67% and Q-2

only 22%.. .
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Among the bilingual teachers there were not as many differences
with tha typeslof questions ysed which may indicate that the reading
levels of the children were not as different. One bilingual teacher
(T-1) did show a difference of category usage between her two reading
groups. Thare wera only 2 bilingual teachers who taugnt ét least 2
reading groups 8o there is not much data on which to make conclusions.,

Another reagon for the variety of queationing strategies may be
due to the number of children in each group. The number ranged from 2
to 13. Three teachers (T-4, T-8, T-9) were taped with only 2 children
in each group and one of these teachers, T-9, workad with 1 child for
half of the videotape. Two teachers (T=1l, T-12) ware working with thire
teen children each. The questicning stfle of directing qggstions could
be effected bY this situation of the number of children in the group.

In terms of the bilingual teacher who taught both Anglo and bilin=~

gual children (T; and T5) there were ﬁbra differences of category use

between her 2 Anglo groups than there were betwean the Anglo groups and

the blliﬁgual group. There were 4 catébories that were different between
Anglo and b;lingual: P~2, 0-2, Q0-3, and Q-5. ‘The direction of qﬁLStions

to anyoné who wantaed to answer mﬁy be a méra confortable way for the bilin~
gual-childfen to answer questions. This strategdy seems to be less thrgatf
ening inmﬁ;ture. if the teachers' goal is to have the students respoad,

then the fact that any and/or all can answer in chorus like fashion seemad to
encourage response. ' There was leés Q—2'typa questions ysed with the bilin~
gua% group (1és as opposed to and average of 36% with the Anglél. Factual
(0-2) queétions that required more figuring oﬁt and more language might

have been more difficult for the second language reader in first grade. Q-5

(Related to Instruction but not to Text) was used 15% with bilingual and

36
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not at all with the Anglo group. Most of the -5 type used by this

teacher centered on guestions Such as, "Would you like to take your book
home?" Perhaps the teacher wanted to elicit as many verbal responses as
possible frcm the children and used this type which is part of guestion-

ing style developed for the coding system.
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SUGGESTIONS FOR FURTHER STUDY : :

There i3 much that can still be done with the present data collacted
through the use of the coding system. The lack of generalizations of
strategles among teachers of the same language groups might be due to:
the context of the ading group, the reading level of children and/or

= the number of pupils within the group, these are all areas that should
be aexamined further. The coded videotaped question data could be analyzed
with the 3 areas above. The videotapes would have to be viawed again
to get the data and then analyze them with category usages. |

ARnother way to use the coding system would be to select the teechers
and contrel the context of the reading group by requesting the teachers to
vork with oral reading. This might eliminate some of the differences of
readihgné;;text that resulted from this study. It must be noted however,
that too much gontrol of the study in this manner would reduce the
naturalness of classroom research. This type of raesearch is needed in |
the ganse that this is where teaching occurs and it is importaut to find
out what is actually happening in thae claestoom, the'reading groups in
particular. . . | -

There is a difference of opxnlon as to whether one vidaotape sample £or
each teacher is sufflcxent to determine questloning strategies, other | |
strategles, or behaviors exhibited by teachers a5 they work in small read-
ing gfoups. It is suggested that this coding systam be usedhwith-aﬁother
similar single videotape sample to further theék the.reliabiiity_ef the
coding sy5temlin addition to the use of only ona videotape:sample. it
might be better to collect videotape data at least twice to get a better
‘idea if the strategies that are-being eéamined_ocqur with some degree . of

+

. regul nrony.




This study included only one sampla of a bilingual teachar who taught
both bilingual and monolingual children. It was suggested to yse tha
coding system to examine questioning and teacher correction strategies
during oral reading with both bilingual and monolingual getudents. To

nat sxtent does the bilingual teacher us® second language techniques
withiin the reading context.

Teacher corrections were not examined in particular in the praesent
study., although an attempt was made to code-this behavior. The same video-
tapes could be reexamined to look specifically at this behavior to idan-
"€ify the different strategies used to correct sgudents' incorrect answers
and/or oral reading. - - : .

To what extent do questioning strategies or taachear corr;btiong cor=

relate with reading gains ip ei£her first or second languege? Although
'éeading test data were gollected on-the students within this qthdy,‘i; |
was not the intent to comparelthe strateglas witﬁ reading gaing, ‘That
is another way to use the present data and sea whether,therq are gertain
questioning strategies that occur more freguensly with teachers wﬁose

L

students make greater gains in reading,

- W



3 CONCLUSION

Only one dafinite conclusion can he drawn from this study.
Classroom research, as opposed to experimental or laboratory research,

is very difficult to conduct. The bilingual populaticn represented

in this geudy wasg quite transient which presented problems in collect-
ing data. Bilingual Education as it is perceived ac'the local level
varias in implementation. Some prograns provide limited Englishnspeak—
ing children withaa oilingual classroom all dey but they receive cneir:

- sacond lanquage reading 1nstruct1on from another teacher. Other pro-

-:grams provide children Wlth & half day program and the balance of the

o . .day is spent .in the regular Engllsh sPeaking-olassroom. English read-
ing instruction is somstlmes glven by the bilingual teacher who may be
a na:ive speakar o! either Spanlsh or English, or it 15 glven by a sep-

o ci v arate tnacher who 15 a native speaker of Engllsh

T Varylng condltions suoh as these made it moze dlfflcult to oon—'
';.f R duct accurata research. The type of Blllngual Educatlon stressed in
the United States is trans;tlonal 1n thCh the goal is to prov1de in-

" struction in the natlve language 6nly as long as it is necessary untll

¥

thc chle can anction successfuly ulthin the English classroom. Classrr

-‘,“ - I’."
v, v "room ;esearch with bilingual subjects shouId be conducted in spite nf these

1 . .

" ]

drawbacks.-
Tentative' condlusions from this investigation can be'nqde. The

T ;teéohefs‘ use of queécfoning strategiés-arennot a’result of'language“dif-'

T | farances but seem to be more related to. the’ Context, ;eadzng levels, and .

. , 1 * “

S the number of childron 1n the readzng group. Great dlfferences in use of
Y ' ] . \

T !_questioning strategies dld not exlst with the bilangual teacher who taught

. "( in English to both’ billngual and monoilngual chlldren. In‘fagt,mthere




o

Wera éreetar percantagcs of usage differances batwear the 2 monolinguall

.groups than there wers batwa2n either Anglo group and the bilingual group.

It cannot be determined whether this same result would ocour if the lan~-

gggge were Spapnish, although results of this study indicate that teach-

i

éi'dﬁastionihg,%trattgiaa may not differ if reading context, reading level

and numbexr in reading group wera controlled. These threé conditionl may

- [}

have more of an effect on taachars use of questioning strategies than

languaga haa,

1
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Colunn 1

Column 2

Column 3

bt

APPENDIX A

o Descriptive Qutline of Coding Instructions

- . T= taacher
S= gtudent
7= gqueastion

TAPE LOCATION
DIRECTION OF ? l-4
T names S befdrp asking ?

- nods or gestures to S bafore asking .
- ma¥ be a round=robin tyra of ? procedure at the table
= follow-up ? are included )

ie. John, what is this word? | n
T nods to Angelica., Can You make a Sentence using
the word "glida" .

T asks ? and accepts answer from anyone {(usually answer called
out by one or geveral in chorus-lika fashion)

ie, Whera ara wa trying to go?
Do any of you have any money today?
T asks ? calls on VOLUNTEER

- watch tape olosely if you cannot se&, do not guass
T asks .? calls on SPECIFIC STURENT by name or by gasture

~ do not confuse with follow up ? which should take priority

over this onea.
s

ie. How old was Liz when the story took place.,.John?
How do we& maka the "h" sound...Armando? . .

] L

TYPE OF ? 1=-8

ABSOLUTE FACTUAL r
- Ans. requires specific information which is present for the
S or is presant in material that s has learned before.
- only one possible answer ‘
= ans. usually is l or 2 words

ie. What is thg lattar's name?
What word is missing? )
. Would you please read this page, Jsse?
Would you repeat that sentence?

w
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2 FACTUAL

- ans. requires some figuring-out |
= more than one ans. is acceptable
= there is not an exact wording necessary

ie. What is a word that begins with "sl"?
What 1@ the boy doing in this picture?
wWhen can we use this "too"?

3 ] YES/NQ or TWO CHOICE QUESTION .
Do not confuse with {8 below)y if ? relates to reading and
the teachet is soligiting a specific ans...do not record here.

ie. Do wa know the man's name?
Is a lamon yellow? ' .
IS it a ltptl or a: llblt? o ) '

4 ~ PERSONAL WITH TEXT

- ans. requires some elaboration of personal experisnce or

observation. :
= ans. requires S to put him/herself in the place of some
~ character in story. '
- -==~ usually ogours when § is reading a story.

ie. Have you ever gone cémping with‘jﬁst your dad?
-How would you feel if you had worked all night?

5 - RELATED TO INSTRUCTION BUT NOT CONNECTED TO TEXT
- ? may be zhetorical in nature ' .
- May be confused with YES/NO but “if anz. is gonnected
with readinglin some. way, 1t should be recorded hers. .
ie. What words will you pr&ctice ovarltha waekend?
Would you like to take your book homa this evening?
Who would like to read-this page? -{note: diffarence
betwean this and..."Would you like to read thie page?

6 . NON ACADEMIC

- aﬂs. requires nothing to do with instructional matarial
- = usually of a personal, procedural or disciplinary natura

ie. How's your mother? .
Now we know that isn't tha way to act, right?
Who would like to get the pointer for me?

7 EVALUATION

‘-.ansf requireé inferences to be made ,
- more than text haterial is needed to ans.?

e BT




S 8

) Column 4

A

C

Column 5

Column 6

Column 7 .

Column 8

. Column 9

f- ' 42z
UNINTELLIGIBLE
= coder cannot determine the type becauss of audio problems.
CONTENT OF ?
- use in conjunction with Column 3
= will not be used with avery T's ?
. = code when T's ? refer to the following:
DECODING SKILLS

= include all 7 that involve deceding of letter; sound, word
recognition as wall as vocabulary

STORY DETAIL ?

= include all ? that ‘ask specific ? about details in a story
or sentenca that S has read.

STORX COMPREHENSION ?

- include all ? that involve making some kind of evaluation
by the 8

et repeats or rephrases ? BBFORE calls on S or S has chance to
ans.

T asks 2 or more different ? before calls on § :

T stays with same S and asks more than 1 ? in attempt to allcit.
rasponse )

= chack column for each question even if several occur in -
succession

STUDENT RESPONSE -

- watch” for nods or actions

~ evan if you can't hear ans. if T's response gives 4 clua...
record it

- includae 'discipline type ? (Column 6) and if s responds to T..
‘racord it ‘

T

i

+ correct, partially correct, or self correction
" = incorrect {(teacher says "no" or moves on to another
- student for cofrect answer)
0 ‘none {do not use when T agks more than 1 ? bafore § has
opportunity to ans.)
A apother S ans. : .o

TEACHER CORRECTIONS

- used most often with oral reading

Fl
M
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Aruitoxt provided by Eic:

d L Y s

- pronunciation
~ grammar -

- miscue Quring oral reading
supplies correct ‘ans.

o

.
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APPENDIX B |
TEACHER "
w m VIDEOTAPE CODING SHEET 0
g vl o _ ) . :
m,mmrmm i o
CREE o s ' TRANSCRIPTION CONTEXT CONMENTS -

Lbrief descrip-

TEACHERS' OQUESTIONS

tion of lesson

.=m=m_nm book

-text pages

-worksheat.
-flipchart

.chalkboard

note each time
lesson changes

personal obsarva.
tiong as tapes were
viewed. -

Aruitoxt provided by Eic:

E\.




